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With colleges and universities faced with the possibility of declin-
ing enrollments during the decade of the 1980's, student enrollment is
becoming an increasing concern in higher education. Efforts to retain
students are attracting more attention by college and university person-
nel. Reasons for dropping out of college have ranged from financial
concerns to diverse personality factors. It has been estimated that of
the fifteen million students who entered colleges and universities for
the first time during the 1970's, five to six million would never earn
degrees. College and university dropouts are generally classified into
two groups: those students who are forced to leave college because of
poor grades, and those who leave voluntarily.
The problems reported by selected academic probation students, as
assessed by the Mooney Problem Check List, were examined in this study.
The sample of academic probation students was studied as a total group
and by separate academic class standing (freshman, sophomore, junior,
senior). The purpose of this study was to discover the types of prob-
lems reported by academic probation students at Western Kentucky
University. Tables presented the ranking of problems checked by subjects
as assessed by the Mooney Problem Check List for each group reported and
for the sample as a whole.
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The findings of this study revealed that the various problems
encountered by students on academic probation appeared to be similar to
the problems encountered by students in general. Probation students
appeared to face developmental, economic, educational, vocational, and
psychological problems.
Implications for additional research have been identified for fur-
ther study. It has been suggested that researchers may wish to determine
those factors which influence failure so that the necessary assistance




According to Cope and Hannah (1975), during the 1960's approxi-
mately 10 million students were enrolled in more than 2,500 two-year and
four-year colleges and universities. In spite of the fact that most of
the students had intentions of earning degrees, fewer than 50 percent
earned degrees, and research results suggest that 30 to 40 percent pro-
bably never would. Fifteen million students were projected to enter
3,000 colleges and universities during the 1970's; 50 percent of them
were predicted to graduate on schedule. Cope and Hannah estimated that
five to six million college students would not earn degrees during the
decade of the 1970's. According to Pitcher and Blaushild (1970) approx-
imately 380,000 students were failing out of colleges and universities
each year. It would seem, then, that institutions of higher education
need to begin looking at the educational, financial, social and personal
factors which contribute to academic difficulty and then to begin devel-
oping programs which would lessen the resulting attrition.
In the 1970's there was a move in American higher education
open admissions (i.e., an egalitarian philosophy which opened the doors
of higher education to those who had not been considered "college mater-
ial") which resulted in a significant increase of "new students"
(Chickering, 1974; Cross, 1971). Recently educators have described the
new students (sometimes referred to as nontraditional students) as all
students who were previously not well represented in higher education:
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students from lower socioeconomic levels, ethnic minorities, women, and
older adults (Cross, 1976). Cross (1971) describes new students as
first generation college students whose parents never attended college.
Over fifty percent of these students are Caucasians, about 25 percent are
black, and about 15 percent are other minorities.
According to Cross (1971), the majority of high school graduates
ranking in the lowest academic one-third were white. About two-thirds of
the blacks who entered two-year colleges were among the lowest academic
one-third of entering students. About one-fourth of low-achieving stu-
dents entering "open-door" colleges were from homes where the fathers
attended college. Moore (in Chickering, 1974) described the meaning of
the term open-door as follows:
Too often the term 'open door' is hypocritical rhetoric.
It is a catch phrase which implies every student can be en-
rolled in the college. Open door means more than the idea
that every student with a high school diploma can go to
college. It also means that the student, regardless of his
level of achievement, will receive the best education pos-
sible in the college commensurate with his needs, efforts,
motivation, and abilities (p.5).
Contemporary educators are generally in favor of equal educational
opportunity as long as it does not conflict with basic educational
values (Cross, 1976). The dilemma now appears to be how to offer equal
educational opportunity to students whose lack of educational back-
ground threatens the values of academic excellence. Many of today's
professors made their professional commitment to education when
academic excellence was the goal of reputable institutions of higher
education. Thus, the call for equal educational opportunity presents a
potential clash of values.
According to the experts who have examined the attrition problem
in higher education, there has been little change in the college dropout
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rates over the past 30 to 40 years (Pervin, 1965; Newman, 1971). How-
ever, it is believed that the primary reasons contributing to the
dropout problem among college students have changed. In recent years
there have been fewer academic failures and more voluntary dropouts,
with student dissatisfaction and general disillusionment playing an
increasing role.
Astin (1975) defined dropouts as those students who either leave
college voluntarily or leave due to poor grades or for disciplinary
reasons. Astin cautioned that in many instances it is difficult to
distinguish between the two groups since some students may voluntarily
leave in anticipation of receiving grades that would subject them to
dismissal. Others let their grades drop to the failure level because
they have already decided to leave college for other reasons. Astin
reported that the most frequent reasons for dropping out were: bore-
dom with courses, financial problems, dissatisfaction with regulations
or requirements, and modification of career interests. Some sex
differences in reasons for dropping out were noted; women cited mar-
riage and family responsibilities as primary reasons for leaving
college, whereas men indicated poor grades. Astin found in his
research that 22 percent of the students gave academic difficulties
as the reason for dropping out of school. In samples taken from 12
private colleges, approximately 38 percent of the students who dropped
out were experiencing failure or near failure in their course work
(Cope & Hannah, 1975).
Palladino and Tryon (1978) used the Mooney Problem Check List
(MPCL) to compare problems encountered by students enrolled in 1969 with
problems encountered by entering freshmen in 1976. The purpose of the
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study was to determine if the problems of entering freshmen had changed
from the 1960's to the 1970's. The results suggested that students
entering college in 1976 did differ in several problem categories as
assessed by the MPCL from those entering in 1969. The categories on the
MPCL in which the 1976 freshmen reported significantly more problems
were: 1) finances, living conditions, and employment; 2) the future:
vocational and educational; 3) curriculum and teaching procedures;
4) adjustment to college work; and 5) home and family. The authors
suggested that rising educational costs coupled with inflation have
heightened student concerns about finances and employment. With the
student concerns about these two areas, it is not surprising that the
1976 freshmen were also concerned with curricular offerings and teaching
excellence. It appears from these findings that today's students want
to get optimum results from their money. Palladino and Tryon further
reported that student concerns about finances and adjustments to college
work have not displaced personal and interpersonal problems but rather
have moved up in the rankings of problems.
Steele (1978) sought to determine which aspects of student life
correlated with retention. To accomplish this objective, he compared
returning and nonreturning students' attitudes toward various facets of
the university environment. The research revealed that students' per-
ceptions of progress toward academic and career goals had the highest
correlation with retention. Forty-five percent of the nonpersisting
students expressed dissatisfaction with their academic progress, while
only sixteen percent of the persisting students were dissatisfied. The
same general pattern of responses occurred for faculty-related variables
(quality of faculty, availability for consultation, quality of courses,
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and involvement outside class); that is, nonpersisting students tended
to express more dissatisfaction with faculty than persisting students.
Steel's findings suggest that students' perceptions of their progress
toward the accomplishment of academic and career goals might be influ-
enced by their levels of academic performance. Students who are academ-
ically borderline or below tend to be dissatisfied with their levels of
academic progress. Another possible cause given for students' dissatis-
faction with their academic progress involves the nature of their aca-
demic goals. The students may not have clearly defined goals or have
chosen inappropriate goals. Steel indicates that possibly some of the
nonpersisting students' dissatisfaction with their instructors was
related to dissatisfaction with their academic goals.
According to Chickering (1969), current college student personnel
practices are based on the long standing assumption that students are
confronted during their college years with certain identifiable develop-
mental needs. While there may be a common set of student needs, there is
evidence to suggest that their priority may shift with changes in age,
experience, and social trends (Fullerton & Potkay, 1973: Yankelovich &
Clark, 1974). A growing number of authors (e.g., Hurst & Ivey, 1971;
Morrill & Hurst, 1971) emphasize the need for student personnel adminis-
trators to sample student concerns, usages and satisfactions with student
services in order to make more knowledgeable decisions about the type and
quality of their programs.
The purpose of this study was to address the need for sampling of
college students by generating recent information which could potentially
serve as a base for student personnel programing. This investigation
was an attempt to assess the types of problems encountered by college
students who were on academic probation. Answers to the following
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questions were sought:
1) What problem areas, as assessed by the Mooney Problem Check
List (MPCL), are reported by freshmen (those students who
have earned 1-29 semester hours) on academic probation
(subject to academic dismissal from the university) who
appear before an academic probation committee?
2) What problem areas, as assessed by the MPCL, are reported
by sophomores (those students who have earned 30-59 semester
hours) on academic probation (subject to academic dismissal
from the university) who appear before an academic probation
committee?
3) What problem areas, as assessed by the MPCL, are reported
by juniors (those students who have earned 60-89 semester
hours) on academic probation (subject to academic dismissal
from the university) who appear before an academic probation
committee?
4) What problem areas, as assessed by the MPCL, are reported
by seniors (those students who have earned 90 or more semester
hours) on academic probation (subject to academic dismissal
from the university) who appear before an academic probation
committee?
5) What problem areas, as assessed by the MPCL, are reported
by students on academic probation (subject to academic dis-
missal from the university) who appear before an academic
probation committee?
CHAPTER II
REVIEW OF RELATED LITERATURE
With student enrollment increasingly becoming a concern in higher
education, there has been a growing interest in the college dropout and
in other factors that contribute to attrition. Research by Cope & Hannah
(1975) reveals that the postulated reasons for attrition range from con-
crete circumstances unique to an individual or an institution to abstract
factors stemming from personality research. Despite the abundance of
professional literature on college dropouts, much remains unknown about
the dropout process (Tinto, 1975).
The literature review which follows presents information pertaining
to those individual characteristics shown to be related to dropping out
of college. More specifically, the research reviewed will pertain to the
characteristics of the dropout's family, the characteristics of the indi-
vidual student, the dropout's educational experiences prior to college
entry, and the dropout's expectations concerning future educational
attainments.
Family Background 
As has been true in other areas of educational performance, the
likelihood of a student's dropping out of college has been shown to be
related to the characteristics of the family of the dropout student
(Tinto, 1975).
Sewell and Shaw (1967) studied a random selection of high school
seniors over a seven-year period. Results of the study revealed that
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both socioeconomic status and intelligence were related to planr,,ng to
go to college, college attendance, and college graduation for both -exes.
When intelligence was controlled in multivariate analyses, socioeconomic
status was positively, monotonically, and significantly related to stu-
dents' plans to attend college, college attendance, ,nu college gradua-
tion for both sexes. Similarly, when socioeconomic status was con-
trolled, intelligence was positively, monotonically, and significantly
related to planning on college, college attendance, and college gradua-
tion for both sexes. In general the authors found that the relative
effect of socioeconomic status was greater than was the effect of intel-
ligence for females, while the relative effect of intelligence was
greater than was the effect of socioeconomic status for males.
Panos & Astin (1968) reported similar findings. They concluded
from their research that the entering students who were most likely not
to complete their degree objectives within four years of matriculation
were those who came from relatively low socioeconomic backgrounds, had
relatively low grades in high school, did not plan at the time of col-
lege entrance to pursue graduate or professional degrees, and were more
likely to have been married when beginning college.
Research findings that reveal a positive relationship between fam-
ily background and matriculation in college also cite particular family
attributes as being related to students' persistence in college. It
appears that college persisters more likely come from families whose
parents are more educated, urbane and affluent (Tinto, 1975).
With the current federal and state commitment to the expansion of
student financial aid programs, the income level of college students'
parents has become an area of great concern (Astin, 1975). Findings by
Astin and other researchers suggest a negative correlation between
parental income and college attrition particularly when other variables
are ignored; that is, as income goes up, attrition goes down. When
family income is compared with other measures of family background,
student ability and motivation, it fails to add anything to the contri-
bution of these other variables. Astin reports that the relationship
between family income and college attrition seems to be mediated by
factors such as student ability, parental education, and student
concern about finances. The greater number of students who drop out are
from low-income families whose parents are less educated, have lesser
ability and lower motivation, and greater concern about finances. The
evidence also suggests that women, more so than men, let financial con-
siderations influence their decisions to remain in or leave college.
Research findings on the educational levels of parents of college
students reveal that this variable (educational level) can be used as
a predictor of college attrition (Astin, 1975; Astin & Panos, 1969;
Cope, 1970). Such findings offer as one reason the likelihood that
more educated parents exert stronger pressure on their offspring to
remain in college than do less educated parents.
Research studies have revealed other factors associated with family
background that are also important to the student's educational attain-
ment and academic performance in college. The most important of these
factors appears to be the quality of the relationship within the family
as well as the interest and expectations parents have for their chil-
dren's education (Congdon, 1964; Hackman & Dysinger, 1970).
With regard to the quality of the relationship within the family,
college persisters tend to have parents who exhibit more open, democra-
tic, supportive, less conflicting relationships with their children.
Congdon (1964) provides supportive evidence for this notion from data he
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collected from a group of homogeneous students according to sex (male),
age, acceptability to a university college of technology, and middle
class socioeconomic background. Congdon's findings suggested that the
more adequately funccioning students were moderately similar to their
parents. One possibility might be that students who perceived them-
selves as unusually different from their parents may have suffered from
lack of confidence and feelings of rebelliousness which contributed to
their impaired functioning. Another possibility might be that students
may likewise suffer from being too much like their parents, a condition
which resulted in a constricted, impaired level of functioning.
Congdon points out that students who showed the most impaired func-
tioning, even though they had positive attitudes, were more likely to be
suspended from the university because of academic failures and were the
ones who showed thE greatest need for warmth and affection from a mother
figure. Also, students who indicated sharp disruptions in their voca-
tional thinking by voluntarily leaving the university revealed similar
needs for maternal warmth and affection.
The data Congdon (1964) gathered from the parents were consistent
with the data gathered from the students. Students who were function-
ing adequately were, for the most part, individuals whose parental
relationships were characterized as accepting and demanding, or accepting
and casual. Students who failed to follow-through on their vocational
choices tended to have parents who were over-protecting and over-demanding.
Congdon concluded that parents who were essentially accepting toward
their sons were more likely to communicate to the son a feeling of confi-
dence and adequacy. Such feelings, when internalized, led to positive
self-expectancies and adequate funcitoning. On the other hand, parents
who showed the intensity and excessive concern associated with being
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over-protective and over-demanding were likely to communicate their own
anxiety and a fear that the son would not measure up. These feelings,
when internalized by the son, led to a feeling of inadequacy and
impaired functioning.
With regard to the interest and expectations parents have for their
children's education, it appears that parental levels of expectation
may have as much influence upon the student's persistence in college as
the student's own expectations. Research conducted by Hackman and
Dysinger (1970) provide support for the hypothesis that a student's
commitment to a college education is an important determinant as to who
actually remains in college and who withdraws. The level of commitment
of each student was assessed by responses to a set of questionnaire
items included: 1) the students' plans for graduation, 2) the time at
which the decision for college became clear, 3) the importance attri-
buted to higher education in the home, and 4) global judgments by
parents of the commitment of their offspring.
Hackman's and Dysinger's results suggested that a student's home
and family may be an important factor in determining his/her reaction to
the college experience. Students whose parents had more education tended
to be committed to college, as were students who expressed positive rela-
tionships with their parents. In addition, the more parents indicated
that they believed their offspring would perform well in college, the
stronger the measured commitment of the offspring. Finally, when
students or parents indicated that college attendance had always been
expected, commitment tended to be even higher. To the authors, findings
leave little doubt that the parents' commitment to their child's educa-
tion (and their perception of his or her commitment) is significant in
understanding who does and who does not persist in college.
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Individual Characteristics
As important as the family is in determining the student's educa-
tional performance in college, it is apparent that the student's own
ability is even more important (Sewell & Shaw, 1967). A substantial
body of research reveals that the student's academic performance in high
school can be used as a valid predictor of college attrition. The scho-
lastic measures used in most studies include the student's grade point
average, rank in graduating class, and academic ability as measured by
admissions test scores (Astin, 1975).
Burton (1976) analyzed selected student background characteristics
in order to determine their effectiveness as predictors of college suc-
cess as measured by grade point averages. Graduating seniors were asked
to provide a wide range of data to include college majors, college
grades, high school grades, SAT scores, ages, sex, race, independence,
number of children, colleges attended, discipline, materialism, family
incomes, parental educational levels, and size of home towns. For the
total sample, college grade point averages showed significantly (beyond
.05 level) positive correlations with five background factors: high
school grades, SAT scores, number of colleges attended, independence,
and community activities. Significant negative correlations (beyond .05
level) were found between college grades and five other background
factors: discipline, materialism, social activities, father's educa-
tion, and home town size.
Astin (1972) reports that measures of ability, as obtained from
standardized tests and as reflected in high school academic performance,
represent different aspects of student competence. Past academic per-
formance tends to be a better predictor of college success as it
corresponds more closely with the student's ability to achieve within
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an educational setting. Contributing to such predictions is the fact
that social and academic requirements in high school are not too differ-
ent from those in college.
Ability, however measured, is but one of several individual charac-
teristics found to be associated with college persistence. The role of
personality variables in attrition has received increasing attention.
Research has been conducted in an attempt to distinguish the personality
differentials between college nonpersisters and persisters (Albina,
1973; Hannah, 1971; Kowalski & Cangemi, 1974; Morgan, 1974; Pandley,
1973; Rose & Elton, 1966; and Suezek & Alfert, 1966). Though inconclu-
sive, there appear to be some consistencies running through these
studies. For instance, persisters are students who 1) aspire to accom-
plish difficult tasks, 2) are able to work toward long range goals,
3) do not particularly seek out or enjoy exciting activities, and
4) tend to be more introverted than their counterparts. In contrast,
students who drop out of college exhibit a greater enjoyment of new and
different experiences and adapt more readily to changes in their envi-
ronment. Their test scores suggest that they are spontaneous, impetuous,
impulsive, but also require sympathy and reassurance from others and
feel alienated and singled out if reassurance is not forthcoming.
Suezek and Alfert (1966) in their study at the University of California
at Berkeley concluded that students who remain in college are more con-
ventional and submissive to authority than students who withdraw. The
study also indicated that students who voluntarily withdrew tended to be
more sophisticated, complex, and philosophical than did other students.
Hannah's (1971) findings in a similar study of students from thirteen
small private colleges were consistent with studies from the large
universities. His findings indicated that nonpersisters when compared
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to persisters were more complex, more impulsive, more anxious, less
personally integrated, less altruistic, and less willing to exert an
effort to make a good impression on either their peers or their instruc-
tors. Persisters were described as individuals who have less tolerance
for diverse thinking, are more conforming, have a greater tendancy to
accept authority, are less apt to express hostility and aggression,
have lower anxiety levels, and tend to be more cautious.
The literature on personality variables describes the nonpersister
as significantly more maladjusted. The nonpersisting student is more
aloof, self-centered, impulsive, and assertive than the college persis-
ter. Rose and Elton (1966) found that dropouts from the University of
Kentucky were clearly distinct from other groups studied. Nonpersisters
were more maladjusted and had less interest in literature, art, and
philosophy. Also, they were more illogical, irrational, and uncritical;
they also disliked reflective and abstract thought.
Hannah (1971) concludes from his personality-related studies that
college dropouts have less settled personalities. Emotionally, Hannah
claims, the college dropout has a restless unpredictable spirit. They
are deep thinkers who act on feelings rather than on measured conse-
quences, are anxious about their environments and themselves, sense a
need for independence and seek ways to test that need. Finally, because
of their uncertainty, confusion, and lack of direction, they withdraw
from contact.
Vaughan (1968) points out the need to distinguish carefully between
college dropouts who are academic failures and those who are voluntary
withdrawals. Vaughan's findings revealed that the students who were
dismissed for academic reasons and the students who withdrew voluntarily
had different personality characteristics. The dismissed students
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evidenced more emotional disturbance and manifested more pathology than
did the persisting students. They also appeared to be more impulsive,
lacking in any deep emotional commitment to education, and unable to
profit from past educational experiences. In addition, the dismissed
students had a tendency to be unstable, overly active, and restless.
Vaughan concluded that all these characteristics can militate against
effectiveness in academic achievement. Students who withdrew from
college for non-academic reasons failed to demonstrate these character-
istics to the same degree as did the persisting students. The students
did, however, manifest suspiciousness, over-sensitivity, and egotism,
all of which could have been contributing factors in their decisions to
leave college.
Sex of the college student also appears to be related to persist-
ence in college as evidenced by the fact that a higher proportion of men
finish their degree objectives than do women (Astin, 1972; Cope, 1971).
Astin (1975) surveyed male and female students to determine the reasons
why they dropped out of college. The most frequent reasons cited by
both men and women were boredom with courses, financial difficulties,
dissatisfaction with requirements or regulations, and change in career
goals. Women cited marriage, pregnancy, and other family responsibil-
ities as the primary reasons for dropping out of college (this item was
eighth in importance for men). Poor grades ranked fourth by men and
seventh by women as contributing reasons for their decisions to drop out
of college. Astin concluded that since "some other reason" was checked
so frequently, there must be one or more important reasons missing from
the list (i.e., personal or emotional problems).
Astin's (1975) finding that women are three times more likely than
men to list marriage as a reason for dropping out of college supports an
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earlier study by Bayer (1969). Bayer gathered data from a national
sample of 4,000 high school students to study the possible independent
influence exerted by marital plans on educational aspirations. The
findings indicated that aptitude, socioeconomic background, and marital
plans exerted a strong independent influence on educational aspirations
of both male and female high school seniors. The influence of marital
plans on educational aspirations was reported to be especially marked
for girls.
Closely related to the marriage-related factor is the role of chil-
dren among college nonpersisters. Does the number of children influence
the dropout's tendency to give marriage, pregnancy, or other family
responsibilities as reasons for leaving college? To answer this ques-
tion, Astin (1975) classified married dropouts by the number of children
they had prior to their dropping out of college. The percentage that
gave marriage as a reason for leaving college was determined for each
group. The results clearly indicated that having children increased
the dropout's chances of giving marriage as a reason for leaving college.
The number of children bore little or no relationship to the students'
chances of giving marriage as a reason for leaving college. The major
difference was between college students who had no children as compared
to those who had one or more. Even though having children greatly
increased the married students' tendency to give marriage as a reason
for leaving college, 45 percent of the married women with no children,
compared with 16 percent of the men with no children, gave marriage as
a reason for leaving. This suggests that marriage is a greater factor
for women's leaving college than it is for men.
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Past Educational Experiences
Although past educational experiences have not been explicitly
referred to as directly related to the college dropout problem, it is
clear that performance in high school, as measured by either grade point
average or rank in class has been shown to be an important predictor of
future college performance. Astin (1971) gathered data from 19,524 male
students and 17,057 female students by inviting them to complete a ques-
tionnaire during their freshman orientation in college. Each of the more
than 36,000 students was asked to report their average grades in high
school. Findings revealed a relationship between students' grades in
high school and their freshman college grades. For example, males who
had earned "A" averages in high school earned grade point averages during
the freshmen year that were more than one full letter grade above the
freshman grade point averages earned by males who had "C" averages. A
similar difference in college grade point averages was observed between
females with "A" averages and those with "C" averages in high school.
Astin also examined the relationship between high school and col-
lege grades to determine the students' chances of earning a particular
college grade point average. The college letter grade of "B" or better
(grade point average of 2.50 or higher) was selected to represent a
moderate level of academic progress. Astin found that approximately
three-fourths of the men who had earned "A" averages in high school
achieved at least a "B" average as college freshmen, whereas only 10
percent of the men who had earned "C" averages in high school achieved
a "B" average or better in college. The findings further indicated that
regardless of the level of average high school grades, female college
students received higher freshmen grades than did male students. Astin
implies that the superior academic performance of the college freshmen
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women cannot be completely due to their superior academic performance in
high school. Stated differently, even when men and women were compara-
bly matched in their scholastic acheivements, the women still performed
slightly better in college. The differences in college achievement was
somewhat more significant among men and women who had earned higher
grade point averages in high school than those at the lower levels.
The students' perception of the quality of their high school educa-
tional experiences appeared to have an effect on their persistence in
college. Astin (1975) reported that the students rating of the academic
quality of their high schools correlated positively with the accuracy of
estimating the nonpersistence of white men, white women, blacks (male
and female) in black colleges and blacks (male and female) in white
colleges. In all four cases, dropping out of college was determined to
be associated with a relatively low high school rating.
It is difficult to draw any definitive conclusions from studies
designed to relate high school size to achievement. Cope (1972) sug-
gests that the important aspects of a school or community may serve as
a meaningful force if related to factors such as: levels of socioeco-
nomic status, differences in facilities, teacher salaries, class size,
available curricula, and other pervasive differences in the community.
Research conducted by Cope compared data relative to high school and
home town size with persistence and nonpersistence at a large midwest
university. The results from the investigation revealed that the size
of the high school or community is related to academic persistence.
Cope points out that the relationship relative to high school size may
only be positive in the case where the student finds himself or herself
in a college or university environment that is substantially different
from that to which the student was accustomed. The degree of
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incongruence between the social and academic environments of high school
and college may require personal adjustments that are beyond the ability
of some students.
In his review of research on college dropouts, Tinto (1975) con-
cludes that the characteristics of the high school are important since
they directly and indirectly affect the individual's aspirations and
motivations for a college education. The ability level of students in
the school and the social status composition of the school affect not
only the individual's perception of his or her own ability but also
his or her expectations for future college education. Tinto suggests,
therefore, that expectations for future college education affect the
individual's commitment to the goal of college completion.
Goal Commitment
After the individual's ability is taken into account, the commit-
ment to the goal of college completion appears to be the most influential
variable in determining college persistence. Whether measured in terms
of educational plans, educational expectations, or career expectations,
the higher the level of plans, the more likely the individual is to
remain in college (Tinto, 1975). In the above, Cope (1978) contended
that the individual characteristics described by Tinto are products of
a multidimensional process where family expectations condition personal
expectations, which are then tested in a college environment and shaped
by social expectations. These characteristics interact in ways that are
not well understood.
Sewell and Shaw (1967) found that the most critical factor in the
obtaining of a college education was the individual's decision to attend
college. Their research revealed that over one-fourth of the high
ability males studied and approximately one-half of the high ability
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females did not make plans to attend college and hence did not enroll.
Socioeconomic origins had an impact on the decisions of the high ability
youth of both sexes; approximately 52 percent of the high ability males
of low socioeconomic status enrolled in college in comparison with
slightly over 90 percent of the males of high socioeconomic status of
equal ability. For females the corresponding percentages were 28 and
76 respectively. The number of college graduates from high ability
males was only 20 percent from low socioeconomic status origins in
comparison with 64 percent from those with high socioeconomic status
backgrounds. For females, the proportion of college graduates from
low and high socioeconomic backgrounds were 14 and 51 percent respec-
tively.
The Hackman and Dysinger (1970) study discussed above (in the
section of Family  Background) is particularly relevant in that its
authors proposed that the commitment of a student (and of the student's
parents) to obtaining a college education was a significant factor in
determining whether or not the student withdrew from college during the
freshman year. They gathered data from 1,407 students enrolled in three
midwestern liberal arts colleges and from the parents of 1,331 of these
students. The results of their investigation revealed that that commit-
ment of a student and his or her parents to obtaining a college education
(as measured prior to enrollment in college) relate significantly to
whether or not the student persists beyond the freshman year. The
authors concluded that commitment to obtaining a college education and
academic competence interact in determining persistence and withdrawal.
The data revealed that college persisters had the highest level of
commitment, that academic dismissals and transfers/returnees were next,
and that voluntary withdrawals (students who left on their own volition
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and did not transfer or re-enroll) were lowest in measured commitment.
In an analysis of measures of academic competence among the same stu-
dents, a different ordering occurred: persisters were highest in
academic competence, transfers/returnees were a very close second,
vc Jntary withdrawals were third, and academic dismissals were fourth.
Demitroff (1974) conducted a study to determine why students with-
draw from a university. The procedures developed to gather data
included exit interviews. The counselors conducting the interviews
were alloted enough tine to be able to study the students' academic
records prior to convening with the students. During each interview,
the counselor solicited information from the student relative to his/her
reason(s) for withdrawing, the student's educational plans, and what the
university could have done to have precluded the problem that led to the
decision to withdraw.
Data from the students who withdrew from the university and from a
control group of persisters were compared to determine what attitudinal
differences existed between the two groups. The major differences
between the two groups were that the students who withdrew reported:
a) less satisfaction with their academic majors
b) less certainty about their educational plans
c) less satisfaction with their vocational plans
d) less assertion that their study habits were good
e) less motivation to study their academic subjects
f) more attendance at University athletic events
g) more agreement that outside activities are valuable
to students (Demitroff, 1974, p. 560)
In defining the typical student who withdrew, Demitroff concluded
that the student would likely be a freshman who was undecided about his
or her academic major and who had no specific vocational plans. The
typical withdrawing student was one who lacked motivation, lacked confi-
dence in the effectiveness of his or her study habits, and lacked
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confidence in his or her ability to complete the baccalaureate degree
requirements. The author pointed out that most of the students who
withdrew expressed intentions of returning to college; only 17 percent
indicated that they would not return to school or were unsure of their
future plans.
Astin (1973) suggested that with respect to stated degree plans at
the time of first enrollment, the students who vow they do not want to
get a bachelors degree have less chance of getting a bachelors degree
than students who indicate that they do want to get a bachelors degree.
In research where students who did not aspire to at least a bachelors
degree, Astin (1975) found that individuals who aspire to a doctorate
or professional degree are the least likely to withdraw from college,
while students who aspire to a bachelors or "other" degree have the
greatest chance of withdrawing.
Astin further illustrated the relative importance of degree plans
by contrasting the regression weights of various degrees in terms of
what they add to the student's probability of dropping out of college.
For white males, aspiring to a masters degree rather than a doctoral or
professional degree adds approximately 5 percent to the chances of
dropping out. Among white male students, aspiring to a bachelors degree
adds another 7 percent and aspiring to "other" degree adds another 12
percent. In other words, the difference in chances for dropping out
between aspiring for a doctorate or professional degree and aspiring for
the degree category labeled "other" is approximately 24 percent. There
is a pattern for white females, except that aspiring to a bachelors
rather than a doctoral or professional degree adds only about 4 percent
to the dropout chances, and aspiring to a masters degree is associated
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with a lower probability of dropping out (approximately 3 percent less)
than aspiring to a doctorate or professional degree.
Pantages and Creedon (1978) concluded from their extensive review
of research on college dropouts that attrition is the result of an
extremely intricate interplay among a multitude of variables. As
such, attempts to isolate single causal factors or "major" determinants
are misguided and ultimately futile for the practical concerns of
individual colleges. Factors which predict an individual's chances of
persisting at a Particular college generally account for half of the
variance. The authors recommend that colleges shift their attention
from prediction to the prevention of attrition. If colleges hope to
minimize the likelihood of attrition among their students, they should
design and implement effective intervention programs. One of the activ-
ities recommended by Pantages and Creedon (1978) is described as follows:
College researchers and administrators should make far
greater use of existing college environment assessment
devices to identify those aspects of the environment that
create student dissatisfaction, which in turn increases the
likelihood of dropping out (p. 95).
The preset investigation of problem areas reported by potential




Subjects. Selected undergraduate students at Western Kentucky Uni-
versity during the Fall, 1977, semester served as subjects in the present
study. Students selected as subjects were those who were on academic
probation prior to the start of the semester and who then failed to earn
at least a 2.00 grade point average during the semester. According to
the academic regulations of the university, students who met both cri-
teria were subject to academic dismissal at the end of the Fall, 1977,
semester.
Students selected for this study were mailed "Conference Letters"
(Appendix A) by the Center for Academic Advisement, Career Planning and
Placement. Conference letters are routinely mailed to academic proba-
tion students subject to academic dismissal who have a cumulative grade
point average between 1.50-1.99. The conference letter notifies the
student of his or her scheduled appointment with a University Academic
Probation Committee. The purpose of the scheduled appointment is to
determine the student's eligibility to enroll during the subsequent
semester. Two-hundred and fifty-seven students were mailed conference
letters.
One-hundred and fifty-one students responded to the conference
letters by attending the scheduled meetings with the University Academic
Probation Committee. After an audit of transcripts, two subjects were
determined to have a grade point average of 2.00 or more and their data
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was determined to be invalid for this study. The final sample, there-
fore, consisted of 149 probation students. A breakdown by academic class
revealed that there were 13 freshmen (those students who had earned 1-29
semester hours), 67 sophomores (those students who had earned 30-59
semester hours), 52 juniors (those students who had earned 60-89 semester
hours), and 17 seniors (those students who had earned 90 or more semester
hours).
Instrumentation. The focus of this study required the selection of
an instrument designed to assess student problems. The instrument chosen
was the Mooney Problem Check List--College Forn, 1950 Revision (Mooney &
Gordon, 1950). The Mooney Problem Check List (MPCL) "is designed to
reflect the problems which a student senses and is willing to express at
a given time" (Mooney & Gordon, 1950, p. 9). The MPCL is a self-
administered inventory of problems. The college form contains 330 items,
with 30 items in each of 11 categories as follows:
1. Health and Physical Development (HPD)
2. Finances, Living Conditions, and Employment (FLE)
3. Social and Recreational Activities (SRA)
4. Social-Psychological Relations (SPR)
5. Personal-Psychological Relations (PPR)
6. Courtship, Sex, and Marriage (CSM)
7. Home and Family (HF)
8. Morals and Religion (MR)
9. Adjustment to College Work (ACW)
10. The Future: Vocational and Educational (FVE)
11. Curriculum and Teaching Procedure (CTP)
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The respondent is instructed to underline items of concern, then
circle items of greatest concern. To score the MPCL, a count is made
of the circled items and then added to the count of underlined items.
Each circled item is equal to a score of one, and each underlined item
is equal to a score of one. A total score (circled items added to
underlined items) is determined for each of the 11 problem areas. The
authors do not report validity and reliability coefficients for the
MPCL. Rather they suggest that the instrument can be used for a vari-
ety of purposes and is so constructed that the data must be considered
in the light of many factors (Mooney & Gordon, 1950). Several general
uses for the check list are mentioned in the manual, and for each
the data should be studied in terms of particular people in specific
situations.
Procedures. At the completion of the Fall, 1977, semester the
Center for Academic Advisement, Career Planning and Placement mailed
conference letters to 257 students who were on academic probation and
subject to academic dismissal. The letter informed the students of th
eir
scheduled appointment with the University Academic Probation Committee.
The Mooney Problem Check List and an appropriate cover letter (Appendix
13) were included with the conference letters. The purpose of the cover
letter was to introduce the stuly, to solicit the cooperation of the
respondents, and to provide instru-tions for the completion and return
of the check list. All participants were informed of the importance of
the study and that their response to the MPCL would be kept confidential.
The participating students returned their completed Mooney Problem Check
Lists prior to meeting with the University Academic Probation Committee.
Each of the subjects met with a University Academic Probation Committe
e.
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Data Presentation. Because this was a descriptive study, no sta-
tistical comparisons among groups were made. Therefore, the data are
presented in tabular form. The tables present the proportion of prob-
lems checked by students as assessed by the Mooney Problem Check List
(Health and Physical Development (HPD); Finances, Living Conditions, and
Employment (FLE); Social and Recreational Activities (SRA); Social-
Psychological Relations (SPR); Personal-Psychological Relations (PPR);
Courtship, Sex, and Marriage (CSM); Home and Family (HF); Morals and
Religion (MR); Adjustment to College Work (ACW); The Future: Vocational
and Educational (EVE); and Curriculum and Teaching Procedure (CTP) for
each group reported (freshman, sophomore, junior, and senior) and for
the sample as a whole.
CHAPTER IV
FINDINGS AND DISCUSSION
The purpose of this study was to discover the types of problems
reported by selected students on academic probation. The Mooney Problem
Check List (MPCL) was used to define the problem types. Subjects were
classified by class (freshman, sophomore, junior, and senior), and MPCL
scores were computed for each class and for all four classes combined.
This study sought to answer five research questions. The first
question was:
What problem areas, as assessed by the MPCL, are reported
by freshmen (those students who have earned 1-29 semester
hours) on academic probatiJn  (subject to academic dis-
missal from the university) who appear before an academic
probation committee?
Mean scores and ranks are reported for freshmen in Table 1. The
mean score for the total number of problems reported by the 13 freshmen
in the study was 23.39. The highest ranked problem area was Adjustment
to College Work (ACW) with a mean score of 7.08. The second ranked
problem area was Home and Family (HF) with a mean score of 2.31. The
third ranked problem area was Finances, Living Conditions, and Employ-
ment (FLE) with a mean score of 2.15. Due to the small size of the
freshman sample, conclusions of a substantive nature must be drawn with
some caution. However, some trends are to be noted, and some hypotheses
do seem warranted.
The total score (items circled added to the items underlined) for














































































































































































































which received the highest scores for freshmen were: "Not spending
enough time in study" with a score of 10; "Getting low grades" with a
score of 8; "Slow in mathematics;" "Worrying about examinations;"
"Having a poor background for some subjects;" and "Not knowing how to
study effectively," each with a score of 7.
The items ranked highest by freshmen in the ACW problem area "Not
spending enough time in study," and "Worrying about examinations" may
be closely related. It would seem that if a student does not devote
sufficient time studying, the tendency to worry about examinations would
follow. Several of the problems reported by freshmen in the ACW cate-
gory seem to be related to factors that are outside the control of
students. For example, when students report not having a background for
some subjects, being weak in grammar or spelling, and being slow in
mathematics, they could be saying that their previous educational exper-
iences did not adequately prepare them for college course work.
The total score for freshmen in the Home and Family (HF) problem
area was 30. Items in the HF problem area which received the highest
scores for freshmen were: "Parents separated or divorced" and "Parents
having a hard time of it" with scores of 4; and "Being criticized by
my parents" and "Mother" with scores of 3.
Since college students throughout higher education typically exper-
ience their first extended periods of time away from home during their
freshman year, such is presumed with those studied at Western Kentucky
University. Experiencing problems with parents' being separated or
divorced, parents' encountering difficult times, and being criticized
by parents tend to make students sensitive about their relationship with
the family. Perhaps the student's role in the family is undergoing
redefinition. This redefinition process could result in some internal
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conflict for the student, as well as some conflict with his/her parents.
These assumptions may partly explain the responses of freshmen subjects
in the HF problem area.
The total score for freshmen in the Finances, Living Conditions,
and Employment (FLE) problem area was 28. Items in the FLE problem area
which received the highest scores for freshmen subjects were: "Needing
a part-time job now;" "Needing to watch every penny I spend;" "Disliking
financial dependence on others;" "Working late on a job;" and "No
steady income." Each of these items received a score of 3.
The items chosen by freshmen in the FLE problem area appear to
reflect concerns of an immediate nature. Financial problems encountered
by freshmen during their first year of college may explain the need
expressed by some subjects to secure part-time employment. A further
observation applicable to the FLE problem area is that the student's
living condition does not appear to be a serious problem.
In summary, the MPCL problem areas that were ranked highest for
freshmen were: Adjustment to College Work (ACW); Home and Family (HF):
and Finances, Living Conditions, and Employment (FLE). The items
selected in the problem areas appear to represent typical freshmen
problems. Most freshmen experience problems associated with making an
adjustment to college work, being away from home for an extended period
of time for the first time, and having insufficient financial resources
to meet college expenses.
The second research question this study sought to answer was:
What problem areas, as assessed by the MPCL, are reported 
by sophomores (those students who have earned 30-59 semes-
ter hours) on academic probation (subject to academic 
dismissal from the university-) who appear before an aca-
demic probation committee?
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Mean scores and ranks are reported for sophomores in Table 2. The
mean number of problems reported by the 67 sophomore subjects in this
study was 38.26. For sophomores the highest ranked problem areas were:
Adjustment to College Work (ACW) with a mean score of 8.94; Personal-
Psychological Relations (PPR) with a mean score of 4.21; and The Future:
Vocational and Educational (FVE) and Curriculum and Teaching Procedures
(CTP) both with mean scores of 3.97.
The total score for sophomore subjects in the Adjustment to College
Work (ACW) problem area was 599. Items in the ACW problem area which
received the highest scores for sophomores were: "Getting low grades"
with a score of 62; "Not knowing how to study effectively" with a score
of 51; Not spending enough time in study" with a score of 50; and
"Having a poor background for some subjects" with a score of 49.
Based upon the data presented above, it is safe to assume that
earning low grades was of concern to sophomore students who were on
academic probation. Contributing to the significance of this concern
was the University's decision relative to the students' eligibility
or ineligibility for continuous enrollment. The University's
Scholastic Regulations stipulate that a student on academic probation
must earn the minimum of a "C" average (2.00) in order to re-enroll.
Students who earn less than a C average must petition the Academic
Probation Committee for permission to enroll.
For the sophomores participating in the study there appeared to be
some concern that their past educational experiences had not adequately
prepared them for some of the courses they had attempted in college.
These students also reported problems with their study habits (not spend-
ing enough time and/or not knowing how to study). Theywenetherefore ac-
























































































































































































































































































































































































































































































The total score for sophomore subjects in the Personal-Psychological
Relations (PPR) problem area was 282. Items in the PPR problem area
which received the highest scores for sophomores were: "Worrying about
unimportant things" with a score of 19; "Nervousness" with a score of 17;
"Taking things too seriously" and "Finding it difficult to relax,"
with scores of 16; and "Too easily discouraged" with a score of 15.
The scores for sophomores on items in the PPR problem area seem to
suggest that some of the students were experiencing some degree of
anxiety. It is difficult to know whether the worrying, tension, and
discouragement were present prior to academic difficulties or were the
result of academic performance. The reported psychological concerns
did not seem to be pathological in that suicide thoughts, bad dreams,
etc. were infrequently reported.
The total score for sophomore subjects in the problem area of The
Future: Vocational and Educational (EVE) was 266. Items in the EVE
problem area which received the highest scores were: "Wanting a part-
time experience in my field: with a score of 23; and "Wondering if I'll
be a success in life" and "Not knowing what I really want' with scores
of 22.
The responses to the items in the FVE problem area suggest that
some of the students had made tentative choices concerning their voca-
tions, whereas others were indecisive. Perhaps the sophomore subjects
were at a point in their educational program where they were feeling
some pressure to make a commitment to an academic major and/or a voca-
tion.
The total score for sophomore subjects in the Curriculum and
Teaching Procedure (CTP) problem area was 266. Items in the CTP problem
area which received the highest scores for sophomores were: "Hard to
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study in living quarters" with a score of 30; "Forced to take courses
I don't like" with a score of 24; and, "Not having a good college
advisor" and "Grades unfair as measures of ability" both with scores of 18.
The responses to the various items in the CTP problem area suggest
problems that the subjects viewed as being outside their control.
Problems such as being required to take undesirable courses, receiving
less than adequate advising from their advisors, and being graded
unfairly were situations over which the students felt they had little
or no control. Also, they may have been expressing some defensiveness
due to their failures.
In summary, the MPCL problem areas that were ranked highest for
sophomores were: Adjustment to College Work (ACW); Personal-
Psychological Relations (PPR); The Future: Vocational and Educational
(EVE); and Curriculum and Teaching Procedure (CTP). Items selected in
these problem areas revealed that sophomores were expressing concerns
with low grades, poor study habits and uncertainty about their future.
They also reported that they were facing situations which they felt
they could not control and that they were experiencing varying degrees
of anxiety. The sophomores were less optimistic about their college
experiences and futures than were freshmen. This difference is sup-
ported by the fact that sophomores' mean score for total number of
problems was approximately 65 percent greater than was the freshmen.
The third research question this study sought to answer was:
What problem areas, as assessed by the MPCL, are reported 
by juniors (those students who have earned 60-89 semester
hours) on academic probation (subject to academic dismissal
from the university) who appear before an academic proba-
tion committee:
Mean scores and ranks are reported for juniors in Table 3. The





















































































































































































































































































































































































































































































probation students was 43.10. The highest ranked problem area was
Adjustment to College Work (ACW) with a mean score of 10.23. Ranked
second was Finances, Living Conditions, and Employment (FLE) with a mean
score of 5.29. The third ranked problem area was Personal-Psychological
Relations (PPR) with a mean score of 4.94.
The total score for junior subjects in the Adjustment to College
Work (ACW) problem area was 532. Items in the ACW problem area which
received the highest scores for juniors were: "Getting low grades" with
a score of 50; "Not spending enough time in study" with a score of 40;
"Not knowing how to study effectively" with a score of 37; and "Easily
distracted from my work" with a score of 36.
The responses to the items in the ACW problem area confirmed
student Problems relative to effective study habits. Factors that
appeared to interfere with productive studying were, 1) lack of concen-
tration, 2) not devoting the necessary time, and 3) not knowing how to
study. If the subjects could have remedied the problems related to
their study habits, possibly their concerns about examinations and
grades would likewise have been resolved.
The total score for junior subjects in the Finances, Living Condi-
tions, and Employment (FLE) problem area was 275. Items in the FLE
problem area which received the highest scores were: "Disliking financial
dependence on others" and "Going through school on too little money,
both with scores of 21; "Unsure of my future financial support" with a
score of 18; "Too many financial problems" with a score of 17; and
"Needing a part-time job now," "Going in debt for college expenses,' and
"Needing to watch every penny I spend," each with a score of 16.
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The items of most concern in the FLE problem area related to
finances. The data revealed that selected college students reported
going into debt and, moreover, their plans for obtaining the needed
financial support to continue their education were unclear. This was
particularly applicable to students who were relying on other sources
(i.e., loans, grants, relatives) for financial support.
The total score for junior subjects in the Personal-Psychological
Relations (PPR) problem area was 257. Items in the PPR problem area
which received the highest scores for junior subjects were: "Nervous-
ness" with a score of 20; "Moodiness, 'having the blues'" with a score
of 19; "Daydreaming" with a score of 18; and "Worrying about unimportant
things" and "Being lazy," both with scores of 15.
The responses to the various items comprising the PPR problem area
suggest that these students were experiencing some degree of anxiety.
This is supported by the fact that certain items chosen reflected prob-
lems with nervousness and depression. It appeared that these symptoms
were not extreme enough to be classified as pathological. Problems
related to laziness and daydreaming among junior students may have caused
their guilt feelings and contributed to their having the "blues" and
worrying. If what was reported was also true behaviorally, then the
laziness and daydreaming were probably contributing to the poor academic
performance.
In summary, the highest ranking problem areas for junior subjects
were: Adjustment to College Work (ACW); Personal-Psychological Rela-
tions (PPR); and Finances, Living Conditions, and Employment (FLE).
Items selected in these areas revealed that juniors were concerned with
low grades, ineffective study habits, mild anxieties, and not having
39
enough money to meet basic expenses. The increase in the mean score for
total number of problems reported by juniors was only approximately 4.5
percent. This modest increase, particularly when compared to other
underclassmen, would indicate a leveling off of problems reported.
The fourth research question this study sought to answer was:
What problem areas, as assessed by the MPCL, are reported
by seniors (those students who have earned 90 or more 
semester hoursT—On academic _probation (subject to academic
dismissal from the university) who appear before an aca-
demic  probation committee?
Mean scores and ranks are reported for seniors in Table 4. The mean
score for the total number of problems reported by the 17 senior proba-
tion students was 50.12. The highest ranked problem area was Adjustment
to College Work (ACW) with a mean score of 10.12. Ranked second was
Personal-Psychological Relations (PPR) with a mean score of 7.29. The
third ranked problem area was Curriculum and Teaching Procedure (CTP)
with a mean score of 5.71. Due to the small size of the senior sample,
conclusions of a substantive nature must be drawn with some caution.
However, some trends are to be noted, and some hypotheses do seem to be
warranted.
The total score for seniors in the Adjustment to College Work (ACW)
problem area was 172. Items in the ACW problem area which received the
highest scores were: "Getting low grades" with a score of 18; "Worry-
ing about examinations" with a score of 14; and "Easily distracted from
my work" and "Not spending enough time in study," both with scores of 12.
The seniors' major concern was making low grades. Since these
students had cumulative grade point averages less than the university's
minimum requirements for graduation, it was not surprising that these





























































































































































































classification, the inability to maintain a 2.00 cumulative grade point
average would lengthen the amount of time required to meet the minimum
academic standards for graduation.
ACW items cited by seniors related to not spending enough time
studying and being easily distracted from their homework may partially
account for their academic probationary status. The problem of worrying
about examinations may have been associated with study problems.
The total score for senior subjects in the Personal-Psychological
Relations (PPR) problem area was 124. Items in the PPR problem area
which received the highest scores for senior subjects were: "Nervous-
ness" and "Failing in so many things I try to do," both with scores of
9; "Worrying about unimportant things" with a score of 8; and "Having
bad luck" with a score of 7.
The PPR responses indicate that some seniors felt that they had
been failures at some things they had attempted to do. The data suggest
that some students did not accept responsibility for their failure but
rather attributed it to external forces. The frequent response to the
PPR item "Having bad luck" strongly suggests that the student perceived
his/her lack of success in many situations to be controlled by external
forces. In this case, the external force would be luck or chance.
Other responses by seniors to PPR items reflect problems with fear
of making mistakes, worrying about things that were unimportant, nervous-
ness, difficulty in relaxing, and taking things too seriously. These
types of problem imoly that seniors had feelings of anxiety. The
data suggest that the students did not feel that their situation was bad
enough to manifest thoughts of suicide or thoughts of insanity.
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The total score for senior subjects in the Curriculum and Teaching
Procedure (CTP) problem area was 97. Items in the CTP problem area
which received the highest scores were: "Grades unfair as measures of
ability" with a score of 10; "Some courses poorly organized" with a
score of 9; "Forced to take courses I don't like: with a score of 7; and
"Dull classes" with a score of 6.
The CTP problem items cited suggested that the seniors were not
willing to assume responsibility for their low levels of academic
achievement. Further, the data revealed that some seniors perceived
that they had been victims of the system in that they had been forced
to take undesirable courses (some of which were considered dull and
poorly organized), they were being assigned too much work in selected
courses, and they were being graded unfairly.
In summary, the MPCL problem areas which ranked highest for seniors
were: Adjustment to College Work (ACW); Personal-Psychological Relations
(PPR); and Curriculum and Teaching Procedure (CTP). Items selected in
these problem areas revealed that seniors were concerned about receiving
low grades, having difficulty with studying, experiencing anxiety, and
feeling a lack of control over their academic situation. Seniors also
appeared to be dissatisfied with the courses they had been advised to
take and with their instructors' grading practices. Further, several of
the recurring items suggested that the seniors perceived that they had
little or no control over external factors.
The fifth research question this study sought to answer was:
What problem areas, as assessed by the MPCL, are reported
by students on academic probation (subject to academic 
dismissal from the university) who appear before an aca-
demic probation committee?
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Mean scores and ranks are reported for the total group (freshmen,
sophomores, juniors, and seniors) in Table 5. The mean number of
problems reported by the 149 students in this was 40.00. For the total
group of probation students, the highest ranked problem areas were:
Adjustment to College Work (ACW) with a mean score of 9.36; Personal-
Psychological Relations (PPR) with a mean score of 4.60; and Finances,
Living Conditions, and Employment (FEE) with a mean score of 4.24.
The total score for probation students on the Adjustment to College
Work (ACW) problem area was 1395. Items in the ACW problem area which
received the highest scores were: "Getting low grades" with a score of
133; "Not spending enough time in study" with a score of 112; "Not
knowing how to study effectively" with a score of 103; and "Having a
poor background for some subjects" with a score of 95.
ACW problem area items revealed that the participating students
were concerned about getting low grades. This problem item received
the highest score of the items in ACW. This high score was anticipated
since each of the subjects was on academic probation and subject to
dismissal from the university.
Other ACW problem area responses suggest possible reasons for
subjects' earning grade point averages below the required level to be
in good academic standing. One reason could be the lack of effective
study habits. Subjects reported problems with not knowing how to study
effectively as well as not spending enough time studying. Another factor
that could have contributed to the subjects' having ineffective study
habits was the problem of being easily distracted from their work. If
the students were referring to studying, then possibly students were






































































































































































































Another possible reason contributing to the students' marginal
levels of academic performance could have been their inadequate back-
ground for certain courses. If this were the case, then one could
wonder why the student did not withdraw from the course(s) with a "W"
rather than receiving a "D" or "F".
The total score for probation subjects in the Personal-Psychological
Relations (PPR) problem area was 686. Items in the PPR problem area
which received the highest scores were: "Nervousness" with a score of
46; "Moodiness, 'Having the blues'" with a score of 38; and "Daydreaming"
with a score of 37.
The problems reported in the PPR area did not seem to be patholog-
ical in that suicide thoughts, bad dreams, etc. were infrequently
reported. The types of concerns reported tended to be more neurotic in
nature. The problem items chosen imply that some of the students had
experienced tension, worry and some depression. These types of reac-
tions by the subjects are probably not unusual, considering the students'
uncertainty about their futures in college.
The total score for probation students in the Finances, Living
Conditions, and Employment (FLE) problem area was 632. Items in the FLE
problem area which received the highest scores were: "Disliking financial
dependence on others" with a score of 52; "Going through school on too
little money" with a score of 51; "Needing a part-time job now" with a
score of 45; and "Too many financial problems" with a score of 37.
It is implied from the various responses of the students in the FLE
problem area that some students were relying on others for financial
assistance. This situation was apparently creating some conflict for
those students. Possibly for some students there was a minimum grade
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point average required in order to receive additional financial support
(i.e., students qualifying for grants or loans). For students who were
receiving financial assistance from their families, a variety of pres-
sures both internal and external, possibly contributed to the students'
feelings of ambiguity, anxiety, depression, etc.
For some of the subjects the amount of money they had for expenses
while going through school was a problem. Evidently there were some
subjects who felt they were going through school on too little money.
This problem may have accounted for the responses to two other items
which had high scores in FLE: "Needing a part-time job now" and
"Needing to watch every penny I spend."
The MPCL problem areas that were ranked highest for the total
group of probation students were: Adjustment to College Work (ACW);
Personal-Psychological Relations (PPR); and, Finances, Living Conditions,
and Employment (FLE). Items selected in these problem areas revealed
that probation students expressed concerns about receiving low grades,
having difficulty with studying, experiencing some level of anxiety, and
having financial difficulties.
In summary, the data revealed that there were some MPCL response
similarities among the groups studied. The highest scoring problem area
for all groups (freshmen, sophomores, juniors and seniors) was Adjustment
to College Work (ACW). Another similarity in the individual items
selected by members of each group in the ACW problem area was "Getting
low grades." This was the highest scoring item in each of the four
groups. The remaining high scoring items among the participating groups
indicated poor study habits.
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Although the mean scores for the total number of problems increased
with each upward classification, most of the concerns for all classes
were grouped in 5 of 11 problnm categories (i.e., ACW, PPR, FLE, CTP,
FVE). Moreover, it appears that whether the student was a freshman,
sophomore, junior, or a senior, the student experienced difficulty in
taking control of his/her academic situation.
The responses of freshmen academic probation students suggested that
they encountered problems that were similar to those encountered by their
peers throughout higher education. The second ranked problem area for
freshmen subjects was Home and Family (HF). The responses to the HF
problem area suggested that these students experienced some difficulty
making the transition from the home and family environment to the college
environment. However, resolution of the parent/child relationship is a
concern of all freshmen, whether on probation or not (Coons, 1974).
The results of the study suggest that freshmen tended to feel
positively about how they would function in college. The positive
feelings of freshmen would appear to be supported by their mean scores
for the total number of problems reported when compared to the mean
score for sophomores. The mean scores for the freshmen and sophomores
were 23.39 and 38.36 respectively. These scores reflect a 65 percent
increase in the total mean number of problems reported for sophomores.
This increase may be partially explained by the fact that sometime
during the course of the sophomore year, the freshman optimism is
replaced with sophomore reality.
Personal-Psychological Relations; The Future: Vocational and
Educational; and, Curriculum and Teaching Procedure were ranked second




be doing some re-evaluating which may have led to doubts about their
future. Also, there seemed to be the realization that there are "here
and now" events in their lives that were affecting their level of aca-
demic performance.
Some situations which tend to be common for all sophomores (both
on probation and not on probation) pursuing four-year degrees are:
1) general education requirements are typically completed or nearly
completed, and 2) a decision concerning a major course of study is
being confirmed. In order to complete general education requirements
some students may have to take courses less appealing to them than those
taken during the freshman year. This is especially likely to be true
among students who, as freshmen, selected courses they liked and put
off (until the sophomore year) the less enjoyable courses. This may
partially explain why the CTP (i.e., "Forced to take courses I don't
like," etc.) problem area was ranked among the top problem areas for
sophomores.
In many cases, a general education course is a required course for
a particular major. The lack of success by the student in such a course
or courses may cause him/her to question his/her decision about an
academic major. In response to this situation, some sophomores would
rule out choices for a major based on their performance in a particular
general education course and would choose another major. Other students
continue with their first choice of a major regardless of how poorly
they performed in the first major course they attempted. The result of
the latter decision by a student could result in the student's being
both deficient in quality points and knowledge of the subject matter in
his/her pursuit of that particular major course of study.
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The sophomore year appears to be a critical time in the student's
college career as the reality of the present and implications for the
future become apparent to the student for the first time. The sophomore
year also seems to be a time when academic and career decisions are
being made. The importance of such decision-making processes should
not be underestimated. Therefore, the university needs to be aware of
and to respond to the need to provide academic-support services which
are designed to assist the individual student in coping with such
decisions.
By the junior year in college, most students have started concen-
trating their studies in their major and minor courses. Juniors who
are on academic probation are not different from non-probation juniors
in this respect. It logically follows that major and minor courses may
be of more interest to the student than general education courses and,
therefore, may be perceived to be important. The junior students may
consider themselves at a pivotal point in their college careers (oppor-
tunity to "turn things around" academically), thus resulting in some
degree of optimism. This premise is supported by the likelihood that
juniors were enrolled in major and/or minor courses--courses that were
both interesting and considered to be important.
By the time a college student becomes a senior, he/she usually
begins formulating and implementing plans for getting started with life
after college. The senior begins to finish what few academic require-
ments are left. The senior who is on academic probation is usually
faced with at least one difficult requirement to complete: getting and
maintaining a cumulative grade point average of 2.00. Not only does
the graduating student have to maintain a cumulative grade point
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average of 2.00, the student must have a 2.00 grade point average in
the major(s) and/or minor(s). It may be that some seniors on acaderric
probation have not done well academically in their majors and may have
grade point averages below 2.00 in their majors. If this were the situ-
ation for the senior probation students studied, then it would seem
likely they would have a negative view of their interaction within the
academic setting. It is suggested that these events, to a large part,
account for items selected in the CTP problem area.
CHAPTER V
SUMMARY AND CONCLUSIONS
During the decade of the 1980's colleges and universities face the
possibility of a decline in student enrollments (Steele, 1978). With
student enrollment becoming an increasing concern in higher education,
efforts to retain students are attracting more attention from college
and university personnel. Cope and Hannah (1975) reported that there
are numerous reasons for college attrition, ranging from concrete
circumstances, such as financial problems, to abstract factors, such as
personality traits. The authors further contended that of the fifteen
million students who entered college for the first time during the
decade of the 1970's, five to six million will never earn a degree.
Students who drop out of colleges and universities can be classi-
fied into two groups: those students who must leave college because of
poor grades, and those who leave voluntarily. With enrollments predic-
ted to decline during the 1980s, efforts to understand better the
concerns of those students who drop out of college would be desirable if
retention programs are to be developed by colleges and universities.
The purpose of this study, then, was to discover the types of problems
reported by selected students on academic probation.
Answers were sought to the following questions:
1) What problem areas, as assessed by the Mooney Problem 
Check List (MPCL), are reported by freshmen those 
students who have earned 1-29 semester hours) on
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academic probation (subject to academic dismissal from
the university) who appear before an academic probation
committee?
2) What problem areas, as assessed by the MPCL, are 
reported by sophomores (those students who have earned
30-59 semester hours) on academic probation (subject 
to academic dismissal from the university) who appear
before an academic probation committee?
3) What problem areas, as assessed by the MPCL, are 
reported by juniors (those students who have earned
60-89 semester hours) on academic probation (subject
to academic dismissal from the university) who appear
before an academic probation committee?
4) What_problem areas, as  assessed by the MPCL, are
repprted by seniors (those students who have earned
90 or more semester houi--70- on academic probation 
-5-ubject to academic dismissal from the university) 
who appear before an academic probation committee?
5) What problem areas, as assessed by the MPCL, are
reported by students on academic probation (subject
to academic dismissal from the university) who appear
before an academic probation committee?
Based on a review of the problems reported by freshmen probation
students who were subject to dismissal from the university, the following
observations were made:
1) The problem area on the MPCL that ranked first was Adjustment
to College Work (ACW). The ACW items most frequently selected
suggested concerns with not having effective study habits,
making low grades, and not having an adequate academic back-
ground for some subjects attempted.
2) The second ranked problem area on the MPCL was Home and Family
(HF). HF items chosen by the freshmen subjects implied some
difficulty in resolving the parent/child conflict, which Coons
(1974) suggests is a task of most freshmen college students.
3) The third ranked problem area on the MPCL was Finances, Living
Conditions, and Employment (FLE). Problem items selected in the
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FLE category reflected more concerns (not having enough money
to go to college and disliking financial dependence on others)
than concerns with living conditions and employment.
Based on a review of the problems reported by sophomore probation
students who were subject to dismissal from the university, the following
observations were made:
1) The MPCL problem area ranked first was Adjustment to College
Work (ACW). Items chosen in the ACW category reflected a con-
cern with receiving low grades, not having an adequate
background for some subjects attempted, and not knowing how
to study effectively. The subjects seemed to be accepting some
of the responsibility for their lack of academic success.
2) The MPCL problem area ranked second was Personal-Psychological
Relations (PPR). The PPR items chosen suggested that these
students were experiencing some degree of anxiety (i.e., worry,
tension, and discouragement). However, the reported psycho-
logical concerns did not seem to be severe in that suicidal
thoughts, bad dreams, etc. were infrequently reported.
3) Two MPCL areas tied for third and fourth: The Future:
Vocational and Educational (FVE) and Curriculum and Teaching
Procedure (CTP). The FVE items selected suggested that some
subjects were unsure about their future (wondering if they
would be successful and not knowing what they wanted to do).
Other students expressed a desire to gain some part-time
experience in their chosen fields. The data suggested that
the sophomores studied were expressing a need for assistance
in making career related decisions. Problems reflected in
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the CTP items chosen were: being required to take undesirable
courses, receiving inadequate academic advisement, and being
graded unfairly. The responses of the subjects suggested that
they did not feel in control of their academic environment.
Based on a review of the problems reported by junior probation
students who were subject to dismissal from the university, the following
observations were made:
1) The MPCL problem area that was ranked first was Adjustment to
College Work (ACW). The ACW items chosen revealed problems
associated with ineffective study habits (lack of concentra-
tion, not spending enough time in study, etc.) and low grades.
2) The MPCL problem area that was ranked second was Finances,
Living Conditions, and Employment (FLE). Students reported
concerns about going in debt for college and about being able
to obtain future support for educational expenses. As did the
freshmen, juniors reported more concern with financial matters
than with living conditions and employment.
3) The MPCL problem area that was ranked third was Personal-
Psychological Relations (PPR). Responses to PPR items
suggested that some of the subjects were experiencing some
degree of anxiety such as nervousness and mild depression.
Based on a review of the problems reported by senior probation
students who were subject to dismissal from the university, the following
observations were made:
1) The MPCL problem area ranked first was Adjustment to College
Work. Seniors expressed concerns with making low grades and
with not being able to study effectively.
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2) The MPCL problem area ranked second was Personal-Psychological
Relations (PPR). One interpretation of the PPR items selected
by seniors is that some were experiencing feelings of failure.
The data suggested that the students may have perceived their
lack of success in many situations to have been caused by
external forces rather than due to their own lack of skill or
effort.
3) The MPCL problem area ranked third was Curriculum and Teaching
Procedure (CTP). Seniors selected items indicating concern
that they were being forced to take courses they did not like,
were being required to do too much work in some courses, and
were being graded unfairly.
Based on a review of the problems reported by all students on
academic probation (freshmen, sophomores, juniors, and seniors) who
were subject to dismissal from the university, the following observa-
tions were made:
1) The highest ranked MPCL problem area was Adjustment to College
Work (ACW). ACW items selected indicated that the subjects had
concerns about receiving low grades, having inadequate study
techniques, and having a poor academic background for some of
the courses they were attempting.
2) The MPCL problem area ranked second was Personal-Psychological
Relations (PPR). PPR items chosen revealed that some of the
subjects reported concerns regarding tension, worry, and mild
depression. The psychological concerns reported did not
suggest any problems of a pathological nature.
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3) The third ranked problem area was Finances, Living Conditions,
and Employment (FLE). The FLE items selected indicated that
some subjects were concerned about being financially dependent
on others. Also, some reported concerns about insufficient
funds to pursue their educationai goals.
It should be emphasized that the data from this study were gathered
from academic probation students that: 1) had a cumulative grade point
average between 1.50 and 1.99, 2) had been in college for at least two
semesters, 3) wanted to re-enroll for another semester of course work at
Western Kentucky University, and 4) anticipated meeting with the Univer-
sity Academic Probation Committee. It should be pointed out that these
students knew that they would be meeting with the University Academic
Probation Committee, and their responses to the Mooney Problem Check
List items may have reflected their awareness that they would be
meeting with a probation committee. The findings of this study do,
however, seem to warrant and suggest several conclusions.
First, the findings of this study suggest that the problems reported
by students on academic probation do not appear to be vastly different
from the types of problems experienced by students in general. Probation
students, compared to non-probation students, appear to face similar
developmental, economic, educational, vocational, and psychological
problems.
Second, the total mean scores for problems reported increased with
academic class (i.e., the total mean score for seniors was larger than
for freshmen). The largest increase (65 percent) in the mean scores
for total number of problems reported occurred from the freshman year to
the sophomore year. From the sophomore year to the junior year the
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increase was 13 percent and from the junior year to the senior year the
increase was 16 percent. One possible explanation is that when students
reach the sophomore year in college, much of the optimism about college
may have disappeared, and they begin to cope with more of the reality
of the college experience.
Third, for the freshmen group, the second highest ranked problem
area was Home and Family. The problems reported in this area lend
support to Coon's (1974) suggestion that a task of all freshmen is the
resolution of the parent/child conflict.
Fourth, the Curriculum and Teaching Procedure problem area was
highly ranked for both sophomore and senior probation students. This
problem area was not among the top three ranking problem areas for
freshmen and juniors. A possible explanation for this difference
between classes is that with respect to completing course requirements,
sophomores and seniors are faced with similar situations. At Western
Kentucky University baccalaureate candidates are, in a sense, faced with
completing two phases of college. The first phase consists of taking
general education courses (a 52-54 semester hour requirement), and the
second phase consists of taking courses in the student's major and minor
areas of study (50 or more semester hours). If sophomores studied
were at the end of the first phase and thus were attempting to complete
their general education course requirments, they may have been faced
with having to take courses in which they had little or no interest.
Likewise, seniors, who were nearing the end of the second phase, may
have been faced with having to enroll in courses in which they had little
or no interest in order to complete the requirements for their majors
and mincrs. Therefore, sophomores and seniors may have reported similar
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Curriculum and Teaching Procedure concerns because they faced similar
academic constraints.
Finally, a finding that appeared to be unique to the seniors
studied was that some of them reported feelings of failure in many tasks
they had attempted. It may have been that these seniors were perceiving
their lack of success in many situations as resulting from the influ-
ence(s) of external factors (luck, chance, etc.) rather than internal
factors (their own skill, ability, etc.).
The findings of this study, then, have stimulated several ideas for
further research. First, since the sample of the present study
consisted only of students on academic probation, subsequent investiga-
tions might focus on comparing problems reported by students on academic
probation with the problems reported by students who are in good academic
standing. A study of this nature could provide some useful information
regarding the problems which are unique to the student who is on aca-
demic probation.
Secondly, future researchers might wish to study the problems
probation students report at the beginning of the semester as well as
between semesters. The responses of the subjects may reveal different
problem area rankings at different points in the semester. This infor-
mation could make possible timely and appropriate student services
programming for probation students.
Finally, there are some general research questions which other
researchers may wish to investigate:
I) the sex of the student as it relates to the types of problems
reported by students on academic probation,
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2) the types of problems reported by probation students who live
off campus compared to the types of problems reported by proba-
tion students who live on campus,
3) the differences in the types of problems reported by students
on academic probation in various majors,
4) the probation students' awareness of the services
available on campus to assist students with their concerns and
the degree to which these services are utilized,
5) the conditions on campus (e.g., living quarters, study facil-
ities, academic advisement) which contribute to the poor
academic performance of some students.
Finally, if the dropout rate due to academic failure from colleges
and universities is to be reduced in order to help counterbalance the
effects of the predicted enrollment decline, it would seem that an
effort by the total university community (professional staff, faculty,
and administrators) is needed in order to reduce this dropout rate. More
than the present research is needed to advance the study of the types
of concerns that academically marginal students experience. Research
must be carried out to determine those factors which influence academic







BOWLING GREEN, KENTUCKY 12101
Center for
Academic Advisement. Career Planning
and Placement
The scholastic standards required of students to be eligible for
registering continuously are outlined on pages 54-55 of the 1978 Western
Kentucky University Bulletin. Based on a review of your grades for the
spring semester and your cumulative grade point average, the University
Academic Probation Committee has requested that I advise you that it
will be necessary for you to come to campus for a conference to discuss
your eligibility to enroll for tne 1978 spring semester.
An appointment for you has been scheduled in the Center for Academic
Advisement, Career Planning and Placement, Wetherby Administration Build-
ing at 2:00 pm on January 10. Should you feel that any members of your
family can make a contribution and/or provide relevant supportive infor-
mation regarding your admissions status, please encourage them to make
every effort to reach a decision that will be in your best interest with
respect to your educational and career objectives. You are requested to
report to the Center at least fifteen minutes prior to your scheduled
conference.
If you are unable to keep this appointment, you are requested to
contact the office immediately (502/745-2691) so that an alternate
schedule can be arranged. If you fail to keep this appointment, it will
be assumed that you do not desire to enroll in the spring of 1978.
If you feel that a mistake has been made regarding your point stand-
ing or if you have other questions concerning the conference, do not
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Western Kentucky University, like most institutions of higher education,
is very sensitive to the needs of those undergraduate students who
encounter problems of an academic and/or personal nature. Western, through
the efforts of the Center for Academic Advisement, Career Planning and
Placement and the University Counseling Services Center, has implemented
a variety of programs to assist those students who encounter such diffi-
culties.
In our efforts to further develop programming to assist those students, it
is necessary for us to be able to identify the most prevalent problems
facing Western students. Therefore, you are requested to fill out the
attached Mooney Problem Check List and bring it with you to Room 336,
Grise Hall, at the time of your appointment with the University Academic
Probation Committee. The information you provide on the Mooney Problem
Check List will be treated confidentially. The University Academic Proba-
tion Committee will not have access to this information.
Before you work through the Mooney Problem Check List, fill out all the
information on the front page. Be sure to include your name on this page.
After providing the necessary information asked for on the first page, read
the directions carefully, then work through the check list.
Once again, be sure to bring the completed Mooney Problem Check List with
you on the day of your appointment. A member of the Center's staff will be







MOONEY PROBLEM CHECK LIST
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REVISION
MOONEY PROBLEM CHECK LIST
Ross L. MOONEY
taisisied by LEON 4RD V. GORDON
Rureau of Educational Research
Ohio ̀ ;tate I nisersity
C COLLEGEFORM
A ge Date of birth   Sex 
Class in college  Marital status 
(Freshman, Sophomore. etc. 1 (Single married. etc )
Curriculum in which you are enrolled 
(Electrical Engineering. Teacher Education, Liberal Arts. net
Name of the counselor, course or agency
for whom you are marking this check list 




This is not a test. It is a list of troublesome problems which often face students in college—problems
of health, money, social life, relations with people, religion, studying, selecting courses, and the like.
You are to go through the list, pick out the particular problems which are of concern to you, indi-
cate those which are of most concern, and make a summary interpretation in your own words.
More specifically, you are to take these three steps.
First Step: Read the list slowly, pause at each item, and if it suggests something which is trou-
bling you, underline' it, thus "34. Sickness in the family." Go through the whole list, underlining
the items which suggest troubles (difficulties, worries) of concern to you.
Second Step: After completing the first step, look back over the items you have underlined and
circle the numbers in front of the items which are of most concern to you, thus,
Sickness in the family."
Third Step: After completing the first and second steps, answer the summarizing questions on pages
5 and 6.
Copyright 1950 by The Psychological Corporation.
All rights reserved. No part of this check list may be reproduced in any form of printing or by any other means, elec-
tronic or mechanical, including, but not limited to, photocopying, audiovisual recording and transmissmn, and portrayal
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First Step: Read the list slowly, and as you come to a problem which troubles you, underline it.
Pace 2
1. Feeling tired much of the time
2. Being underweight
:3. Being overweight
4. Not getting enough exercise
5. Not getting enough sleep
6. Too little money for clothes
7. Receiving too little help from home
8. Having less money than my friends
9. Managing my finances poorly
10. Needing a part-time job now
11. Not enough time for recreation
12. Too little chance to get into sports
13. Too little chance to enjoy art or music
14. Too little chance to enjoy radio or television
15. Too little time to myself
16. Being timid or shy
17. Being too easily embarrassed
18. Being ill at ease with other people
19. Having no close friends in college
20. Missing someone back home
21. Taking things too seriously
22. Worrying about unimportant things
23. Nervousness
24. Getting excited too easily
25. Finding it difficult to relax
26. Too few dates
27. Not meeting anyone I like to date
28. No suitable places to go on dates
29. Deciding whether to go steady
30. Going with someone my family won't accept
31. Being criticized by my parents
32. Mother
33. Father
34. Sickness in the family
35. Parents sacrificing too much for me
36. Not going to church often enough
37. Dissatisfied with church services
38. Having beliefs that differ from my church
39. Losing my earlier religious faith
40. Doubting the value of worship and prayer
41. Not knowing how to study effectively
42. Easily distracted from my work
43. Not planning my work ahead
44. Having a poor background for some subjects
45. Inadequate high school training
46. Restless at delay in starting life work
47. Doubting wisdom of my vocational choice
48. Family opposing my choice of vocation
49. Purpose in going to college not clear
50. Doubting the value of a college degree
51. Hard to study in living quarters
52. No suitable place to study on campus
53. Teachers too hard to understand
54. Textbooks too hard to understand
55. Difficulty in getting required books
56. Not as strong and healthy as I should be
57. Allergies ( hay fever, asthma, hives, etc.)
58. Occasional pressure and pain in my head
59. Gradually losing weight
60. Not getting enough outdoor air and sunshine
61. Going in debt for college expenses
62. Going through school on too little money
63. Graduation threatened by lack of funds
64. Needing money for graduate training
65. Too many financial problems
66. Not living a well-rounded life
67. Not using my leisure time well
68. Wanting to improve myself culturally
69. Wanting to improve my mind
70. Wanting more chance for self-exprcssion
71. Wanting a more pleasing personality
72. Losing friends
73. Wanting to be more popular
74. Being left out of things
75. Having feelings of extreme loneliness
76. Moodiness, "having the blues"
77. Failing in so many things I try to do
78. Too easily discouraged
79. Having bad luck
80. Sometimes wishing I'd never been born
81. Afraid of losing the one I love
82. Loving someone who doesn't love me
83. Too inhibited in sex matters
84. Afraid of close contact with the opposite sex
85. Wondering if I'll ever find a suitable mate
86. Parents separated or divorced
87. Parents having a hard time of it
88. Worried about a member of my family
89. Father or mother not living
90. Feeling I don't really have a home
91. Differing from my family in religious beliefs
92. Failing to see the relation of religion to life
93. Don't know what to believe about God
94. Science conflicting with my religion
95. Needing a philosophy of life
96. Forgetting things I've learned in school
97. Getting low grades
98. Weak in writing
99. Weak in spelling or grammar
100. Slow in reading
101. Unable to enter desired vocation
102. Enrolled in the wrong curriculum
103. Wanting to change to another college
104. Wanting part-time experience in my field
105. Doubting college prepares me for working
106. College too indifferent to student needs
107. Dull classes
108. Too many poor teachers
109. Teachers lacking grasp of subject matter
110. Teachers lacking personality
Page 3
111. Poor posture
112. Poor complexion or skin trouble
113. Too short
114. Too tall
115. Not very attractive physically
116. Needing money for better health rare
117. Needing to watch every penny I spend
118. Family worried about finances
119. Disliking financial dependence on others
120. Financially unable to get married
121. Awkward in meeting people
122. Awkward in making a date
123. Slow in getting acquainted with people
124. In too few student activities
125. Boring weekends
126. Feelings too easily hurt
127. Being talked about
128. Being watched by other people
129. Worrying how I impress people
130. Feeling inferior
131. Unhappy too much of the time
132. Having memories of an unhappy childhood
133. Daydreaming
134. Forgetting things
135. Having a certain nervous habit
136. Being in love
137. Deciding whether I'm in love
138. Deciding whether to become engaged
139. Wondering if! really know my prospective mate
140. Being in love with someone I can't marry
141. Friends not welcomed at home
142. Home life unhappy
143. Family quarrels
144. Not getting along with a member of my family
145. Irritated by habits of a member of my family
146. Parents old-fashioned in their ideas
147. Missing spiritual elements in college life
148. Troubled by lack of religion in others
149. Affected by racial or religious prejudice
150. In love with someone of a different race or religion
151. Not spending enough time in study
152. Having too many outside interests
153. Trouble organizing term papers
154. Trouble in outlining or note-taking
155. Trouble with oral reports
156. Wondering if be successful in life
157. Needing to plan ahead for the future
158. Not knowing what I really want
159. Trying to combine marriage and a career
160. Concerned about military service
161. Not having a good college adviser
162. Not getting individual help from teachers
163. Not enough chances to talk to teachers
164. Teachers lacking interest in students
165. Teachers not considerate of studehts' feelings
166. Frequent sore throat
167. Frequent colds
168. Nose or sinus trouble
169. Speech handicap stuttering. etc.
170. Weak eyes
171. Working late at night on a job
172. Living in an inconvenient location
173. Transportation or commuting difficulty
174. Lacking privacy in living quarters
175. Having no place to entertain friends
176. Wanting to learn how to dance
177. Wanting to learn how to entertain
178. Wanting to improve my appearance
179. Wanting to improve my manners or etiquette
180. Trouble in keeping a conversation going
181. Being too envious or jealous
182. Being stubborn or obstinate
183. Getting into arguments
184. Speaking or acting without thinking
185. Sometimes acting childish or immature
186. Losing my temper
187. Being careless
188. Being lazy
189. Tending to exaggerate too much
190. Not taking things seriously enough
191. Embarrassed by talk about sex
192. Disturbed by ideas of sexual acts
193. Needing information about sex matters
194. Sexual needs unsatisfied
195. Wondering how far to go with the opposite sex
196. Unable to discuss certain problems at home
197. Clash of opinion between me and parents
198. Talking back to my parents
199. Parents expecting too much of me
200. Carrying heavy home responsibilities
201. Wanting more chances for religious worship
202. Wanting to understand more about the Bible
203. Wanting to feel close to God
204. Confused in some of my religious beliefs
205. Confused on some moral questions
206. Not getting studies done on time
207. Unable to concentrate well
208. Unable to express myself well in words
209. Vocabulary too limited
210. Afraid to speak up in class discussions
211. Wondering whether further education is worthwhile
212. Not knowing where I belong in the world
213. Needing to decide on an occupation
214. Needing information about occupations
215. Needing to know my vocational abilities
216. Classes too large
217. Not enough class discussion
218. Classes run too much like high school
219. Too much work required in some courses




222. Menstrual or female disorders
22:3. Sometimes feeling faint or dizzy
144. Trouble with digestion or elimination
225. Glandular disorders (thyroid, lymph, etc.)
226. Not getting satisfactory diet
227. Tiring of the same meals all the time
228. Too little money for recreation
229. No steady income
230. Unsure of my future financial support
231. Lacking skill in sports and games
2:32. Too little chance to enjoy nature
233. Too little chance to pursue a hobby
234. Too little chance to read what I like
235. Wanting more worthwhile discussions with people
236. Disliking someone
237. Being disliked by someone
238. Feeling that no one understands me
239. Having no one to tell my troubles to
240. Finding it hard to talk about my troubles
241. Afraid of making mistakes
242. Can't make up my mind about things
243. Lacking self-confidence
244. Can't forget an unpleasant experience
245. Feeling life has given me a "raw deal"
246. Disappointment in a love affair
247. Girl friend
248. Boy friend
249. Breaking up a love affair
150. Wondering if Iii ever get married
251. Not telling parents everything
252. Being treated like a child at home
253. Being an only child
254. Parents making too many decisions for me
255. Wanting more freedom at home
256. Sometimes lying without meaning to
257. Pretending to be something I'm not
258. Having a certain bad habit
259. Unable to break a bad habit
260. Getting into serious trouble
261. Worrying about examinations
262. Slow with theories and abstractions
263. Weak in logical reasoning
264. Not smart enough in scholastic ways
265. Fearing failure in college
266. Deciding whether to leave college for a job
267. Doubting I can get a job in my chosen vocation
268. Wanting advice on next steps after college
269. Choosing course to take next term
270. Choosing best courses to prepare for a job
271. Some courses poorly organized
272. Courses too unrelated to each other
273. Too many rules and regulations
274. Unable to take courses I want
275. Forced to take courses I don't like
276. Having considerable trouble with my teeth
277. Trouble with my hearing
278. Trouble with my feet
279. Bothered by a physical handicap
280. Needing medical advice
281. Needing a job during vacations
282. Working for all my expenses
283. Doing more outside work than is good for me
284. Getting low wages
285. Dissatisfied with my present job
286. Too little chance to do what I want to do
287. Too little social life
288. Too much social life
289. Nothing interesting to do in vacations
290. Wanting very much to travel
291. Too self-centered
292. Hurting other people's feelings
293. Avoiding someone I don't like
294. Too easily led by other people
295. Lacking leadership ability
296. Too many personal problems
297. Too easily moved to tears
298. Bothered by bad dreams
299. Sometimes bothered by thoughts of insanity
300. Thoughts of suicide
301. Thinking too much about sex matters
302. Too easily aroused sexually
303. Having to wait too long to get married
304. Needing advice about marriage
305. Wondering if my marriage will succeed
306. Wanting love and affection
307. Getting home too seldom
308. Living at home, or too close to home
309. Relatives interfering with family affairs
:310. Wishing I had a different family background
311. Sometimes not being as honest as I should be
312. Having a troubled or guilty conscience
313. Can't forget some mistakes I've made
314. Giving in to temptations
315. Lacking self-control
316. Not having a well-planned college program
317. Not really interested in books
318. Poor memory
319. Slow in mathematics
320. Needing a vacation from school
321. Afraid of unemployment after graduation
322. Not knowing how to look for a job
323. Lacking necessary experience for a job
324. Not reaching the goal I've set for myself
325. Wanting to quit college
326. Grades unfair as measures of ability
327. Unfair tests
328. Campus activities poorly co-ordinated
329. Campus lacking in school spirit













Second step: Look back over the items you have underlined and circle the
numbers in front of the problems uhieh are troubling you most.
Third Step: Pages 5 and 6
Page 5
Third Step: Answer the following four questions.
QUESTIONS
Do you feel that the items you have marked on the list give a well-rounded picture of your problems'
Yes. No. If any additional items or explanations are desired, please indicate them here
2. How would you summarize your chief problems in your own words? Write a brief summary.
(Questions are continued on next page—o- )
Pap 6
3 Whether you have or have not enjoyed filling out the list, do you think it has been worth doing'
.Yes. No. Could you explain your reaction'
4 If the opportunity were offered, would you like to talk over any of these problems with someone on the
college staff? Yes. ....No. If so, do you know the particular person(s) with whom you would
like to have these talks? Yes.  No.
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